Abstract
Family Socioeconomic Status (SES) has also been found to be related to differences in personal beliefs, customs, and practices (Abell, Clawson, Washington, Bost, & Vaughn, 1996; Willingham, 2012) as well as related to measures of acculturation and enculturation (Negy & Woods, 1992; Yoon, Hacker, Hewitt, Abrams, & Cleary, 2012; Yurchak, 2004) . As noted by Hill (2006) , these particular personal and family characteristics are likely to be intertwined and related to one other in quite complex ways.
Not surprisingly, family SES, family ethnicity, acculturation, and enculturation have all been identified as factors influencing personal beliefs, customs, and practices (Calzada, Brotman, Huang, Bat-Chava, & Kingston, 2009; McAdoo, 1993; Mindel et al., 1988b; Powell, 2003; Rohner, R. P. & Rohner, E. C., 1982) .
Parenting Beliefs and Practices
Families from different SES and ethnic and cultural backgrounds have generally been found to differ in their beliefs about desirable child behavior (e.g., Bornstein & Bradley, 2012; Degotardi, Torr, & Cross, 2008; Kohnstamm, Halverson, Havill, & Mervielde, 1996; Leyendecker, Harwood, Comparini, & Yalç inkaya, 2005) , beliefs about how children come to learn desired behaviors (e.g., Leyendecker & Lamb, 1999) , and the parenting roles for promoting child acquisition of those behaviors (e.g., Rohner, R. P. & Rohner, E. C., 1982) . According to Harkness and Super (1996a) , the culturally regulated customs of child rearing and care, and the implicit theories parents use for rearing their children, contribute to variations in how parenting beliefs and practices are shaped and influenced. Numerous studies have demonstrated the role acculturation plays in influencing parenting beliefs and practices (e.g., Gutierrez, Sameroff, & Karrer, 1988; Patel, Power, & Bhavnagri, 1996; Thiel de Bocanegra, 1998) . The influences of enculturation on parenting beliefs and practices are well recognized (Masten, 1999; Pachter & Harwood, 1996; Super & Harkness, 1997) , although measures of enculturation are noticeably missing in the parenting beliefs literature, and therefore, the relationships between enculturation and parenting beliefs and practices.
Purpose of the Study
The purpose of the study described in this paper was to ascertain the relationships between family SES, family ethnicity, acculturation, enculturation, and parent beliefs about desired child behavior, child learning methods, and parenting roles in promoting desired behavior. The study was conducted as part of a line of research and practice investigating young children's everyday learning opportunities (e.g., Dunst, Hamby, Trivette, Raab, & Bruder, 2000 Dunst & Raab, 2004) , and how intrafamily and extrafamily factors, including, but not limited to, family SES, family ethnicity, acculturation, and enculturation contribute to variations in child learning and development (e.g., Dunst et al., 2001; Dunst, Bruder, Trivette, & Hamby, 2005 , 2006 Trivette, Dunst, & Hamby, 2004) .
The study differed from other investigations of parenting beliefs in a number of ways. First, in contrast to studies that have typically included families from only 2 or 3 ethnic or cultural groups, the study described in this paper included families from seven different ethnic and cultural backgrounds. Second, 37 months (SD = 20). They ranged in age from 1 month to 107 months. The children included those with and without developmental delays and those receiving and not receiving specialized early childhood intervention.
Measures
Participants completed an Acculturation and Enculturation Questionnaire (AEQ) and a Parent Beliefs Questionnaire (PBQ). Both scales were developed specifically for this study. The AEQ items are derived from measures of acculturation (Cuellar, Harris, & Jasso, 1990; King, 1992; Kumable, Nishida, & Hepworth, 1985) and enculturation (Wilbert, 1976; Zimmerman, Ramirez-Valles, Washienko, Walter, & Dyer, 1996) in the published and unpublished literature. Questionnaire content and wording were modified so as to be applicable to participants from the ethnic and cultural backgrounds in the study.
The PBQ includes three sections assessing parent beliefs about: (1) behaviors considered important for children to learn, (2) how children come to learn desired behavior, and (3) parenting roles in promoting child acquisition of those behaviors. The content of the scale as well as the measurement procedures are modifications of methods used extensively in cross-cultural research on child development and parenting roles and styles (Chao, 1994; Garcí a Coll, 1990; Garcí a Coll, Meyer, & Brillon, 1995; Lin & Fu, 1990; McGillicuddy-DeLisi, 1982; Okagaki & Divecha, 1993; Sigel, 1986) . Both the AEQ and PBQ were administered in interview formats in the participants' preferred languages.
Acculturation and Enculturation Questionnaire
This scale includes 13 items measuring three dimensions of acculturation (language preference/use, affiliate behavior/preferences, and contact with people from the respondents' family place of origin) and 7 items measuring different dimensions of enculturation (image, affinity, pride, etc.) . The scale also includes a series of questions for ascertaining a respondent's ethnic and cultural group and subgroup membership.
The language preference/use items assess the extent to which a respondent's ethnic or nonethnic language was used for speaking, reading, writing, and thinking. A single item measured a respondent's preferred language. The affiliate behavior/preferences items assess the extent to which the ethnicities of a respondent's peers and friends growing up, when socializing, at school or at work, and at religious or spiritual gatherings, are the same or different from their own. The family place of origin items assess the extent to which a respondent and his/her parents were reared in their country of origin (or on tribal lands for Native Americans) and visited or had contact with people/family from the respondent's country of origin. The items were all scored on 5-point Likert rating scales where higher scores indicated a greater degree of acculturation. A principal components factor analysis of the acculturation items with oblique rotation produced a three factor solution (α = .93) where a second-order factor analysis yielded a single acculturation score that justified summing the item scores to obtain a total scale score (Spector, 1992) .
The enculturation items assess the extent to which a respondent shows pride in his/her ethnicity or culture, the accomplishments of peoples from his/her ethnic or cultural background, participates in and Each section of the PBQ is administered separately using the same format. The different child behavior, learning methods, or parenting roles were presented to the parents on separate cards randomly placed on a table in front of the participants. A two-step process was used for identifying parent beliefs considered important by the participants. First, participants selected from all the cards in each category, the ones they considered important behavior for children to learn, the best ways children learn desired behavior, and the important ways parents help children learn. Second, for all the cards selected as important in each category, the participants were asked to identify the one belief they considered most important, second most important, third most important, and so forth until eight child behavior, eight learning methods, and eight parenting roles were selected. The order of the selected beliefs was scored so that those selected first were assigned a score of 8, those selected second were assigned a score of 7, and those selected third were assigned a score of 6, and so forth, until the remaining belief was assigned a score of 1. These scores for each parent belief in each category were the dependent measures in the analyses described next.
Methods of Analysis
An iterative data analysis process was used to ascertain the relationships between family ethnicity, family SES, acculturation, enculturation, and parent beliefs. We first ascertained for all participants combined the particular beliefs in each category that were ranked the highest to the lowest to determine if certain beliefs were identified as more important than others. We then performed a number of analyses on the belief scores to ascertain the relationships between the predictor and dependent measures. K-means clustering of cases (Dixon, 1992) was used to partition participants into groups (clusters) using acculturation and enculturation scores for cluster assignment. AEQ scores were standardized for conducting the K-means clustering. An Ethnic Group X Cluster Group chi-square analysis was used to ascertain if patterns of acculturation and enculturation were similar or different for ethnicity.
A series of seven between group ANOVAs was used to determine if ethnic and cultural group membership was related to differences in the parent belief measures. A series of between K-means cluster group ANOVAs was used to determine if different cluster groupings were related to differences in the parent belief measures. We then examined the correlations between family SES, acculturation, enculturation, and parent beliefs to ascertain if particular patterns of relationships could be detected.
Results

Parent Beliefs
The parent beliefs selected as desired child behavior, child learning methods, and parenting roles were first examined to determine the percent of beliefs selected as important (1 to 8), the percent of beliefs selected at or above the 50 th percentile (5, 6, 7, 8) , and the percent of beliefs selected at or above the 75 th percentile (7 or 8). The three percentages are indicators of beliefs considered important, very important, and extremely important by the study participants.
3.1.1 Child Behavior Table 1 shows the results for those child behaviors ranked from the highest to the lowest. Learning to be honest and truthful was identified as important for a child to learn by 82% of the respondents, but only half of the respondents ranked the belief as very important, and only 22% identified the behavior as extremely important. As can be seen in Table 1 , as the percent of beliefs identified as important for a child to learn decreases, so does the percent of beliefs judged very important and to a lesser extent extremely important. The low percents indicate that there was considerable variability among respondents in terms of the particular behavior they considered important for a child to learn. a 1 to 8 = Important, 5 to 8 = Very Important, 7 or 8 = Extremely Important.
In addition to learning to be honest and truthful, there were five additional behaviors identified as important for children to learn by 60% to 70% of the respondents. These included knowing right from wrong/obeys rules, a belief in God or a Greater Spirit, respect for elders and adults, being responsible and demonstrating loyalty to others, and learning to be confident and self-assured. Only one child behavior (Belief in God/Greater Spirit) was judged as extremely important by 50% of the respondents.
Close examination of the child behaviors judged very important and extremely important shows considerable variability in the parents' responses. This is an indication that there is a large degree of specificity in terms of the particular behavior judged most important as evidenced by the responses of the study participants.
There were a handful of beliefs that were not considered either very or extremely important for a child to learn. These included learning to be competitive or ambitious, creative or inventive, in harmony with nature, and helpful or cooperative. These findings, together with those for the beliefs listed in Table 1 as more important, provide a picture of the relative importance of parent beliefs about child behavior for all respondents taken together.
Child Learning Methods
The learning methods identified as important for child acquisition of desired behavior are shown in Table 2 . Three learning methods (following directions, providing a child interesting toys or materials, and a child asking for help or assistance) were considered important by 75% of the respondents, but only 34% to 43% considered the practices very important learning methods and only 15% to 26% considered the practices extremely important. Three child learning methods (Providing a child interesting toys or materials, child play, and believing in God or a Greater Being) were judged as extremely important by at least 25% of the respondents. The pattern of beliefs judged very and extremely important for the other learning methods, was similar to that found for child behavior. As the a 1 to 8 = Important, 5 to 8 = Very Important, 7 or 8 = Extremely Important.
As was the case for child behavior, certain parent beliefs about child learning methods were considered less important than other methods. Imitating other children's behavior was considered the least important learning method followed by being told or instructed how to engage in desired behavior, getting older (maturing), and having lots of successes. The results indicate that most participants did not attribute much importance to these particular learning methods. of the respondents judged these parenting roles as extremely important. Two-thirds to three-fourths of the respondents judged providing a child assistance or help, modeling desired behavior, asking a child to make decisions or choices, and setting limits as important parenting roles. One-fourth to one-third of the respondents, however, considered these parenting roles very important but only 12% to 17% considered the parenting roles as extremely important with the exception of setting limits which was considered extremely important by 27% of the respondents. Thereafter, fewer and fewer of the parenting roles were judged as very important or extremely important by the respondents. The pattern of results in Table 3 is again an indication of considerable variability among the respondents in terms of attributing high degrees of importance to particular parenting roles. 
Parenting Roles
Between Ethnic Group Analyses
The series of 7 Between Ethnic Group ANOVAs with the parent belief scores as the dependent measures produced significant between group differences for three child behaviors, six child learning methods, and four parenting roles.
The number of between ethnic group differences was fewer than expected, based on findings from previous studies, and indicate that there were more similarities than differences in parent beliefs among the respondents in the different ethnic and cultural groups.
Child Behavior
Between ethnic group differences were found for competitiveness, F(6, 200) = 2.49, p = .0240, being polite and having good manners, F(6, 200) = 2.91, p = .0097, and honesty and trustworthiness, F(6, 200) = 2.67, p = .0162. African American respondents considered competitiveness more important compared to Hispanic/Latino respondents. African American respondents considered being polite and having good manners more important compared to Caucasian and Native American/Alaskan Native respondents. Caucasian respondents considered honesty and trustworthiness more important compared to Hispanic/Latino respondents.
Child Learning Methods
There were between ethnic group differences for a child asking for help or assistance, The largest number of between ethnic group differences was found for following directions. African
American respondents considered this learning method more important compared to Caucasian, Asian American, Native American/Alaskan Native, and Hispanic/Latino respondents.
Parenting Roles
There were between ethnic group differences for asking a child to look at his/her own actions, 
Cluster Analysis
Comparisons of the F-like ratios for 3, 4, and 5 cluster solutions indicated that the F-tests for the four cluster solution were maximized for both acculturation, F(3, 203) = 232.30, p = .0000 and enculturation, Table 4 . a part of their lifestyles.
The Pacific Islander/Native Hawaiian participants clustered into two subgroups characterized by low acculturation and either low or high enculturation. The two groups differed primarily in terms of their explicit expressions of cultural identity and pride. The Native American/Alaskan Native participants clustered into one dominant subgroup (low acculturation, high enculturation) and two secondary subgroups (high acculturation and either low or high enculturation). Participants in the dominant subgroup were primarily residing on Native American reservations, tribal lands, or villages where traditional cultural practices were a way of life.
Between Cluster Group Analyses
The three sets of 4 Between Cluster Group ANOVAs produced only two significant between group differences for the child behavior measures; one for knows right from wrong/obeys rules, F(3, 203) = 3.38, p = .0192, and the other for being smart or successful, F(3, 203) = 4.11, p = .0074. Highly acculturated respondents (regardless of enculturation) considered knowing right from wrong as more important compared to low acculturated/low enculturated respondents. Low acculturated/low enculturated respondents considered being smart and successful as more important than respondents in each of the other three cluster groups.
There was only one significant between cluster group difference for child methods of learning. Highly acculturated/low enculturated respondents considered listening to others tell stories more important than highly acculturated/highly enculturated respondents, F(3, 203) = 3.56, p = .0151.
There were two significant between cluster group differences for parenting roles. Low acculturated/low enculturated respondents considered rewarding or reinforcing child behavior as less important compared to participants in each of the other three cluster groups, F(3, 203) = 7.53, p = .0001. Highly acculturated/low enculturated participants indicated that engaging a child in fun and interesting activities was more important compared to low acculturated/low enculturated respondents, F(3, 203) = 3.80, p = .0111.
The results from the cluster group analyses shed little light on how acculturation and enculturation influence parent beliefs as evidenced by the small number of between cluster group differences. These two sociocultural constructs, at least as measured in this study, proved to have very little explanatory value in terms of factors influencing parent beliefs about desired child behavior, learning methods, and parenting roles.
Correlation Analyses
The fact that the cluster comparisons produced so few between group differences and the between ethnic group comparisons for child behavior and parenting roles also produced fewer than expected between group differences led us to examine the zero-order correlations between family SES, acculturation, enculturation, and parent beliefs. The three predictor variables were related to one another as would be expected. Family SES was positively related to acculturation, r = .23, p = .0009, but was not related to enculturation, r = .10, p = .1517; and acculturation was negatively related to enculturation, r = -.36, p = .0000.
The relative importance of the predictor variables (and those for ethnic and cluster groups) was determined by the percent of statistically significant relationships with the three sets of parent beliefs measures. The results are shown in Figure 1 . Several discernible patterns emerged from the analyses.
First, family SES was most associated with parent beliefs, followed by acculturation and then family ethnicity. Second, family SES, acculturation, and family ethnicity were most associated with beliefs about child learning methods followed by parenting role beliefs and then beliefs about child behavior.
Third, neither cluster group membership nor enculturation proved important in terms of the relationships between the predictor variables and parent beliefs.
Child Behavior
The pattern of relationships between family SES, acculturation, and child behavior beliefs were quite dissimilar. Whereas family SES was positively correlated with creativity, r = .24, p = .0005, happiness, r = .16, p = .0184, and hardworking, r = .15, p = .0302, acculturation was not related to any of these child behaviors, r s = -.05 to .01, p s = .4922 to .9010. In contrast, acculturation was positively correlated with honesty, r = .22, p = .0014, being kind to others, r = .18, p = .0085, and knowing right from wrong, r = .19, p = .0061, whereas family SES was not related to any of these beliefs, r s = .03 to .06, p s = .3542
to .6941. In contrast, family SES and acculturation were both negatively related to being polite, r = -.22, p = .0014, and r = -.18, p = .0094, respectively, and respect for elders and adults, r = -.30, p = .0000, and r = -.14, p = .0442, respectively. www.scholink.org/ojs/index.php/jecs
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Child Learning Methods
The pattern of relationships between family SES, acculturation, and parent beliefs about child learning methods were both similar and different. For example, family SES and acculturation were both negatively related to telling a child what to do or how to behave, r = -.20, p = .0032, and r = -.19, p = .0051, respectively, and maturation, r = -.21, p = .0029, and r = -.17, p = .0169, respectively. In contrast, family SES was positively related to child playing, r = .31, p = .0000, whereas acculturation was not related to this learning method, r = .11, p = .1228. The same was the case for the relationships between family SES and observational learning, r = .24, p = .0004, repeating behavior or actions, r = .15, p = .0354, asking for help, r = -.28, p = .0000, following directions, r = -.25, p = .0004, and self-directed learning, r = -.17, p = .0122. In contrast, acculturation was not related to any of these child learning method beliefs, r s = -.04 to .12, p = .0878 to .5867. Whereas, acculturation was positively related to trial and error learning, r = .16, p = .0232, family SES was not related to this belief, r s = .08, p = .2822.
Parenting Roles
The pattern of relationships between the predictor variables and parenting role beliefs were also both similar and different. Both family SES, r = .21, p = .0029, and acculturation, r = .18, p = .0110, were positively related to rewarding and reinforcing child behavior, and both family SES, r = .16, p = .0241, and acculturation, r = .19, p = .0052, were also positively related to modeling desired child behavior.
Both predictor variables were negatively related to providing a child assistance, r s = -.24 and -.22, p s = .0005 and .0018, respectively. In contrast, family SES was positively related to providing a child fun and interesting activities, r = .20, p = .0038, whereas acculturation was not related to this parenting role, r = -.05, p = .4770. Acculturation was positively related to setting limits, r = .19, p = .0068, and negatively related to storytelling, r = -.14, p = .0442, whereas family SES was not related to either parenting role belief, r s = -.02 and .10, p s = .7574 and .1397, respectively.
Discussion
Family SES, acculturation, and family ethnicity proved to be the most important covariates of variations in parent beliefs about desired child behavior, child learning methods, and parenting roles. In contrast, neither enculturation nor a combination of acculturation and enculturation (cluster analysis)
were related to the largest number of belief measures.
At least for the particular kinds of parenting beliefs investigated in the study, results indicated that there was considerable variability in parents' beliefs about the relative importance of behavior deemed important for children to learn, how children come to learn these behaviors, and parent roles in promoting child learning as evidenced by the fact that not a single belief was identified as extremely important by a majority of respondents (Tables 1, 2 cultural group. The descriptive literature often characterizes people from specific ethnic or cultural groups in terms of traditional customs, beliefs, and practices (e.g., Lynch & Hanson, 2004) , where these characterizations are most often intended to depict the ways peoples from the same ethnic group or culture are similar, and how the beliefs, customs, and practices of particular groups differ from other groups. Such descriptions are implicitly based on a group-oriented concept of culture (Schwartz, 1978) that assumes little or no variation in beliefs among individuals from the same ethnic or cultural group.
It also assumes little or no influence of other factors both within and outside the ethnic or cultural group for variations in beliefs.
Findings from this study as well as others (see especially Mindel et al., 1988a) are more consistent with an individual-oriented concept of culture (Schwartz, 1978) where variations in beliefs are the norm rather than the exception. This is not to say ethnicity and culture are not important. As noted by Spiro was developed to be applicable to people from all the ethnic backgrounds included in this study. This was a special challenge, necessitating the loss of specificity in how acculturation was measured. We acknowledge this as a potential shortcoming of the study, and point out that caution is warranted in interpreting the findings indicating acculturation is a less important explanatory factor. As results from other studies suggest, acculturation most certainly is related to variations in parent belief systems (e.g., Buriel & DeMent, 1997; Griffith, 1993; Gutierrez et al., 1988; Harris & Verven, 1998; Harwood, 1992; Patel et al., 1996) . This study was conducted from an ecological systems perspective (Bronfenbrenner, 1979 ) that considers variations in beliefs and behaviors to be multiply determined and complex. In addition to family ethnicity, acculturation, and enculturation, we examined the relationships between family SES and variations in parent beliefs, and found this family background variable to be more related to parent beliefs compared to the other predictor variables. By including this background variable in the analyses, we were able to show that this family factor in addition to sociocultural factors contributed to variations in parent beliefs. On the one hand, the findings pertaining to family SES highlighted the fact that the variations in parent beliefs are influenced by this family background characteristic. On the other hand, the findings make clear the need to carefully consider multiple factors when studying parent beliefs inasmuch as no single factor proved to be of primary importance as a predictor of parent beliefs. The same is the case when contemplating interventions in the parent/child system with families from different ethnic or cultural groups (e.g., Cowan, Powell, & Cowan, 1998) .
There is at least one other potential shortcoming of the study that needs to be mentioned to place the results in proper perspective. Despite the fact that the majority of between ethnic group ANOVAs did not yield significant differences, subtle differences may have been missed. One-way between groups
ANOVAs for large number of group comparisons (as was the case in this study) may not be sensitive enough for detecting between group differences, where differences may in fact exist because of unequal variances between groups as was the case in some analyses. As a result, the influences of ethnicity on parent beliefs might have been underestimated.
Implications for Practice
Notwithstanding the limitations of the study, the results nonetheless have implications for practice. As noted in the Introduction, the study was conducted as part of a line of research and practice investigating young children's everyday learning and parenting roles engaging children in different kinds of learning activities (e.g., Dunst et al., 2001; Dunst et al., 2002; Trivette et al., 2004) . The findings, taken together, are more consistent with an individual-oriented rather than a group-oriented orientation of culture for understanding within and between ethnic and cultural group differences (Coon & Kemmelmeier, 2001; Leung et al., 2002; Schwartz, 1978) . The implications of an individual-oriented conceptualization of culture are not to make sweeping assumptions or attributions about parents' beliefs based solely on their ethnicity or cultural identities without taking time to carefully understand the extent to which particular beliefs are held by a parent and family. Doing so is at least one aspect of being a culturally competent practitioner (Hanson & Lynch, 2010; Klein & Chen, 2001; Malgady & College, 2011) . On the one hand this means making a clear distinction between one's own beliefs and those of others, and taking the time to understand and accept the beliefs, customs, and practices of others. On the other hand this means understanding how each parent's personal beliefs influence child rearing and parenting practices and not making any a priori assumptions based on ethnicity or cultural group membership.
